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Educational development is one way through which Turkey enhances progress towards its social goals and prepares
itself for European Union membership. A major effort to upgrade the Turkish educational system was made through a
multi-phased comprehensive reform of the sector introduced during the 1990s. One part of this reform, perhaps most
crucial to the long-term effectiveness of other developments in education, was a transformation of the approach to teacher
education. This paper utilizes recently conducted research to assess the nature and extent of that reform as well as
identifying the factors which enhanced its effectiveness.
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The World Bank-funded national education
development project (NEDP): Pre-service Teacher
Education component was implemented in Turkey
between 1994 and 1999 by the Turkish Higher
Education Council (HEC). The technical assistance
was provided by the British Council and Arizona
State University. The aim was to improve the pre-
service education of teachers in Turkey. Towards
the end of the project, the HEC instituted a parallel
reform: the restructuring of the faculties of educa-




n), ponkol@metu.edu.tr (P.E. Onkol),
t.edu.tr (M. Sands).grammes and courses, changing the composition of
departments, and revising the content of courses.
In 2003–2004, four years after the end of the
project and the restructuring, a major study of
their effects was conducted under the sponsorship of
the Fulbright Commission for Educational Ex-
change between the United States and Turkey.
One portion of the study consisted of an evaluation
of the project’s teacher education curriculum re-
form. The study measured a representative national
sample of Turkish teacher educators and educa-
tional leaders, constituting one of the largest surveys
of the teacher educator community in Turkish
history. It considered their levels of acceptance
together with their use of project ideas and
materials, and their attitudes to the changes needed
in teacher education as Turkey aims towards EU
membership..
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perspectives of teacher educators, of these recent
teacher education reforms in Turkey. It speciﬁcally
looks at the efforts to change curricula and
accreditation criteria in faculties of education across
Turkey, and examines the theoretical implications
for the change in teacher education in an institu-
tional context. Attitude differences between Turkish
teacher educators in terms of experience, rank, and
length of time spent abroad are also considered,
factors which the research found to be of relevance
in separating attitudes towards the reform and the
future of Turkish teacher education. Finally, the
paper addresses issues which may be useful for other
countries with similar developmental goals, both
inside and outside the EU.
2. Previous teacher education reforms in Turkey
Like all countries, Turkey is seeking to improve
its schools to better respond to higher social and
economic expectations. Indeed, Turkey is faced with
the same set of complex contemporary demands
characteristic of societies responding to changing
social, economic, and political circumstances
(OECD, 2005a; Kallos, 2003). However, Turkey
differs markedly from many other countries in
terms of the degree to which education is perceived
to be a priority. Since the foundation of the Turkish
Republic in 1923, educational development has
been regarded as the most important factor in
reaching the level of the civilized European coun-
tries. As Mango (2004, p. 157) states, ‘‘(e)ducation
was the means by which the country would catch up
with contemporary civilization’’. The Turkish em-
phasis on the importance of education is, therefore,
one of the bedrock principles of the Republic and,
throughout Republican history, education has been
a high priority. Education reform has been an on-
going process and some of Turkey’s results have
been impressive. These issues have been treated
extensively elsewhere, notably with regard to the
history of Turkish education reform (Mango, 2004;
Sakaog˘lu, 2003); dramatic increases in literacy
among young people (State Institute of Statistics,
2005); rapid increase in the number of publicly-
funded universities (Dundar and Lewis, 1999); rapid
increase in the number of schools and the enrolment
rate of students (MONE, 2002); expenditure in
education (UNDP, 2005); the restructuring of
teacher training programs (S- ims-ek and Yıldırım,
2001); and the reforms driven by Turkey’s possibleentry into the European Union (Grossman and
Onkol, 2006; World Bank, 2005). On the other
hand, the true value of change in the education
sector takes many years to appear and, moreover,
the results of such reforms in the past have been
uneven in certain areas. For example, Dundar and
Lewis (1999) suggest that implementation of many
well-intended reforms has been inefﬁcient, and
S- ims-ek and Yıldırım (2001) indicate that the process
of restructuring university-level faculties of educa-
tion is incomplete.
Meanwhile, the priority which is given to educa-
tion in Turkey has intensiﬁed in the context of its
recent EU candidacy (World Bank, 2005). Thus, the
process of change itself is worthy of exploration.
A number of issues present themselves within this
dynamic environment and Turkey’s attempt not
only to reform but to do so quickly is and will
remain a topic of importance. Turkey is simulta-
neously reforming and implementing reform.
This paper examines one such issue, the speciﬁc
impact of a dramatic effort to reform the way
teachers are trained. Such teachers, newly trained
under the changed system, reach the ﬁeld as
products of a totally different approach to teacher
education in Turkey. Indeed, acknowledging Good-
lad’s (2004, p. 167) classic notion that ‘..able
teachersymake an important difference in stu-
dents’ learning,’ these new teachers will have new
strategies and techniques for their work and more
direct participation in decision-making than their
predecessors. The OECD report (OECD, 2005b) on
attracting and retaining effective teachers points out
that the large number of teachers recruited in the
expansion phase of 1960–1980 are now retiring,
which gives an unparalleled opportunity. The newly
qualiﬁed teachers in Turkey will be trained by
teacher educators who have ushered in the reform.
Thus, what teacher educators think about the
teaching and learning process is crucial, especially
in a time of rapid change. The question of the study
described in this paper is how are Turkish educators
responding to change as it occurs?
3. Current teacher education reform: the Turkish
NEDP/HEC project
The World Bank-funded HEC Pre-service Tea-
cher Education project was requested by the
Turkish government in 1989, and implemented
between 1994 and 1999. The teacher education
project was half of the NEDP. The companion part
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(MONE) between 1992–1997, with the purpose of
introducing structural reforms in the government.
This paper refers to the pre-service component
section of the National Education Development
Project as NEDP/HEC.
The NEDP/HEC had several dimensions, the ﬁrst
and most important being the development of newly
designed teacher education curricula in thirteen
subject areas. The purpose of the curriculum reform
was to change the focus of Turkish teacher education
to give a far greater emphasis on teaching methods.
The developmental work involved ﬁfteen experienced
teacher educators from the education faculties of
Turkey, paired and working full time with, seventeen
counterpart teacher educators from the United
States, the United Kingdom, and Sweden. The
curriculum development also involved in-country
training at a series of workshops (see Figs. 1 and 2).
Other aspects of the project included 313 short-
and long-term fellowships, ranging from one week
to 39 months, the most intensive of which involved
73 Turkish students selected through a competitive
process and sent to the United States, United
Kingdom, and Germany for masters and doctoral
degrees. These students would then return to
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Fig. 1. Curriculum developmeeducation system to lead the development of the
new model of Turkish teacher education. The
curriculum reform and the fellowships involved 34
faculties of education in Turkey at the start of the
NEDP/HEC project in 1995, rising to 42 by its end
in 1999. All faculties, including new ones, were
included in the project’s developmental work.
Towards the end of the project, an accreditation
process aimed at the eventual certiﬁcation of teacher
preparation faculties in Turkey was developed and
piloted in nine faculties of education.
Additionally, the project staff provided adminis-
trative support for the Higher Education Council’s
restructuring of faculties of education and their
teacher education programmes. This was a parallel
reform which took place at the HEC within the
same time frame but having different purposes from
the teacher education curriculum reform.
The pre-service teacher education project focused
mainly on the methodology of teaching different
subject areas, the development of student teaching
in elementary and high schools, and on educational
studies. Student teacher work in schools had been
given low priority in previous pre-service training in
Turkey. The curriculum development work of the
project aimed to update and improve the teaching
methods at primary level in Mathematics, Science,Dissemination
aculties of education
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level in Mathematics, Biology, Chemistry, Physics,
Social science, English, Music, and Art. For each
subject area the intention was to provide the
following. A revised curriculum based on the perceived
needs of the users as analyzed by leading teacher
educators, who reached a consensus on objec-
tives, content, and implementation. A curriculum that incorporated relevant and up-
to-date ideas, activities, and other material from
developments and achievements in teacher edu-
cation curriculum reform in other countries. A student-centred and constructivist approach to
student learning. Student textbooks with accompanying teacher’s
guides which embodied the revised curricula,
including content, student teaching/learning ac-
tivities, and instructors’ guidelines. Twenty-two
such books were produced by the end of phase
two of the project for use during pilots of the new
curriculum. Instructors could use the books
either in their entirety or as a resource. A comprehensive system of training courses
connected to the new materials. Equipment, apparatus, teaching resources, and
reference books linked to the developments.
It was a formidable challenge, over a very short
time, to change the curriculum and provide tailor-
made resources for the teachers of some 130,000
undergraduate education students at 42 faculties of
education. Even more daunting was the need to
change the hearts and minds of those teacher
educators. It takes time to change attitudes and
behaviour, hardly achievable in the four years of the
project implementation. It was recognized, however,
that one key to the effectiveness of this reform was
precisely the involvement of participants. To this
end, a collegial model was combined with the more
traditional ‘power-coercive’ approach. As Havelock
and Huberman (1977, p. 256) point out in their
major study of educational innovation in countries
across the world, the power-coercive strategy has its
advantages. ‘‘(T)here are strong temptations to
follow a power strategy of innovationyamong
these are the need for co-ordination of effort; the
necessity of overcoming inertia; and efﬁciency’’.
However, dissemination and nation-wide implemen-
tation were the long-term aims of the work.
Institutionalization is better achieved if more people
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its inception. From the beginning, the project aimed
to bring as many people as possible on board, both
within and outside the teacher educator community.
The project began by gathering a critical mass of
experienced teacher educators, both Turkish and
those from other countries. They worked together,
day by day, over a period of time and were involved
in decision making with the Project Co-ordination
Unit (PCU). The PCU was appointed by the
Turkish Government to lead and oversee the
development of the project. It reported directly to
the Higher Education Council. These educators
were as follows. Seventeen international consultants from the US,
UK, and Sweden and their 15 Turkish counter-
parts. A subject panel of about eight people for each of
the 13 subject areas, at primary and secondary
levels. The panels were composed of specialists
from different faculties of education, chosen to
be representative of all education faculties. Their
terms of reference were to work with the two
consultants per subject area on needs analysis
leading to the deﬁnition of objectives and
content, to contribute to the production of
curriculum materials, review and comment on
the writing as it progressed, plan and teach
training courses, conduct trials of the materials in
their own department, and give constructive
feedback to the group.
The overall design of the curriculum development
strand of the project is shown in Fig. 1.
The plan was to involve as many people as
possible in activities that would result in a change in
their own teaching practices and provide them with
relevant and up-to-date teaching materials including
core books, written by the specialists and their
panels. The developments would be closely con-
nected with improved institutional facilities, plus the
provision to the faculties of education of relevant
equipment, apparatus, teaching resources, and
reference books, to assist with the implementation
of the new curricula. The ﬁnal aim was to have the
new curriculum implemented in all faculties of
education.
A major element of the plan was a series of
training courses to be given to as many as possible
of the university lecturers teaching the curriculum
under review. The ﬁrst workshops were held at theend of the intensive period of work of the central
group, in summer 1996, prior to the pilots in many
faculties. The aim was to familiarize lecturers in the
use of the materials and activities of the new
curricula. Then, through the pilot year, these
faculties were visited. They gave feedback, had on-
the-spot training, and were brought together for a
feedback and re-writing workshop two-thirds of the
way through the year.
From the start, the project disseminated ideas and
materials. At all stages, from start to ﬁnish, as many
people as possible were included. By the end of the
project, after four-and-a-half years, 3881 people had
been directly involved at some level, as summarized
in Fig. 2.
The ideas generated by the project were dissemi-
nated all over Turkey, ﬁrst by the curriculum books
and workshops, later through other project vehicles.
From the beginning, strenuous efforts were made to
involve faculties of education. In the ﬁrst nine
months, the Project Coordination Unit and the
Technical Assistance leader visited almost all
faculties and held meetings with the University
Rector, the Dean of Education, and all education
faculty members. The subject panels were also
dissemination mechanisms, as 100 people from
around Turkey, some travelling 12 h each way by
bus, met with their consultants every month in the
project ofﬁce. Between meetings, they sounded out,
consulted with, and informed their own immediate
colleagues.
The curriculum workshops involved 397 people in
1996 alone, preparing and evaluating (1997) the
pilot materials. The pilot activities themselves
disseminated the curriculum materials to all faculty
and students in the subject areas being tested.
Monitoring visits from consultants and panel
members also promoted the spread of ideas.
The dissemination workshops later in 1997
involved 581 teacher educators using the newly
revised and published books. Multiple copies of all
books were distributed to all faculties. A copyright
waiver allowed further supplies to be photocopied
from the originals. The partnership workshops
around the country in 1998 used the project’s
publications on school partnerships and work in
schools (Koc- et al., 1998; Sands and O¨zc-elik, 1998)
to train 2003 academics and schoolteachers as
partnership participants.
In 1997, support was given to subject area
commissions of 71 people formed by HEC as part
of the restructuring of the faculties of education.
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and courses for the newly restructured faculties.
In addition, the project set out to inform and give
experience of overseas developments in teacher
education to senior personnel in education faculties
and at their universities by providing study tours
abroad. Thus 88 deans and heads of department,
and 51 rectors and National Committee members
were numbered among the international fellow-
ships. Further, the graduate students who had
received project fellowships to pursue their doctoral
or master’s studies abroad returned to Turkey to
give twice that number of years of service to the
faculty to which they had been assigned. These
students, educated abroad in the UK, US and
Germany, are now located all over the country,
from Van to Istanbul, from Hatay to Edirne. They
serve as a powerful thrust in the further and future
dissemination of project ideas and practices.
As a result of the staff development from
beginning to end of the project, a large number of
informed people (3881) were able to take forward
the ideas of the project. For some of them,
experience with the project was slight, and could
hardly be expected to produce a lasting effect. But
for others the activity was intensive and could be
assumed to have a signiﬁcant inﬂuence. However,
although there were many activities and involve-
ments, there were still many people in the faculties
of education who did not directly participate in the
work of the project. The Fulbright study investi-
gated the key question of the effect of this reform of
pre-service teacher education.
4. The Fulbright study: methodology
The Fulbright study of Turkish teacher educa-
tors, conducted in 2003–2004, featured a three-part
survey of full-time university academics (known in
Turkey as assistant professors, associate professors,
and full professors) employed in the education
faculties of 54 state universities in Turkey. The
initial contact was a selection process through which
approximately one-third of the qualifying university
lecturers were randomly selected for the sample
(N ¼ 457). 170 of them agreed to take part in the
study. This sample was given an internet-based
survey instrument in Turkish with 82 questions
including both scaled response and open-ended
questions.
From this respondent base, a random selection of
38 teacher educators received a follow-up telephoneinterview for in-depth discussion of teacher educa-
tion issues. Finally, seven teacher education leaders
were surveyed to examine the views of decision-
makers on these issues. Generally, the data collected
from the survey were analyzed through the use of
descriptive and inferential statistical analysis. The
data from the interviews with teacher educators
were analyzed using qualitative techniques.
The questionnaire developed was subject to
expert review and given to ﬁve teacher educators,
from one of the leading teacher education institu-
tions in Ankara, who had been actively involved in
1997 in the developmental changes. Changes were
made as necessary to the online questionnaire
according to their feedback. The academic depart-
ment from which they were drawn was subsequently
exempted from the survey sample.
5. Characteristics of teacher educators who
responded to the online survey
The teacher educators who responded to the
online survey (N ¼ 170) are identiﬁed as shown in
Table 1.
Through an ex post facto analysis of data, the
sample was seen to be representative of the Turkish
teacher education community by academic rank,
geographic dispersion, and university faculty size, as
the percentages in all areas were roughly parallel to
their presence overall. The survey was able to
discern, incidentally, a unique aspect of Turkish
academic life, namely the high degree of employ-
ment stability found in Turkish universities. Far
more often than is the case in other countries, young
people working as graduate assistants in Turkey
remain with the same university as they are
promoted in their academic career. Several uni-
versities are now addressing this ‘inbreeding’ phe-
nomenon, but it is still normal to ﬁnd relatively
young academics who have worked for ten years or
more in the same university. While the NEDP/HEC
project attempted to assist cross movement to some
extent by assigning fellows returning from degree
courses abroad to the newer teacher education
faculties, this condition will continue to characterize
Turkish academic life for some time to come.
6. Data analysis and discussion
Of the 82 questions in the general survey of the
Fulbright research, 34 dealt directly with the
NEDP/HEC project. The remainder dealt with
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Table 2
Which of the following best reﬂects your position regarding the
general state of Turkish education today? (M ¼ 3.56, SD ¼ 0.6)
N %
1. It is fulﬁlling its function very well and
needs no improvement
0 0.0
2. It is fulﬁlling its function and needs slight
improvement
10 5.9
3. It is fulﬁlling its function and needs some
improvement
54 31.8





In general, how valuable have these projects been in improving
education? (M ¼ 3.21, SD ¼ 0.657)
N %
1. Without any value. Nothing has improved. 7 4.1
2. Somewhat less than valuable. A few things 78 45.9
G.M. Grossman et al. / International Journal of Educational Development 27 (2007) 138–150144accreditation and HEC’s restructuring (22 ques-
tions); general issues in Turkish education (12); and
demographic criteria (14). The entire sample of 170
Turkish teacher educators responded to the core of
the survey in each area. Depending on their
answers, they were asked more detailed questions.
Some, with little knowledge and/or experience of
the subject under investigation, were automatically
advanced to another section by the internet-based
survey. Only the most knowledgeable respondents
answered all 82 items.
With regard to the most general aspects of
reform, Table 2 shows that the respondents thought
that need for change in Turkish education was
overwhelming.
In this context of a strongly felt need for
improvement, the survey asked about efforts to
improve education, particularly projects funded by
the World Bank, the United Nations, the European
Union, and others. The respondents were asked
their opinions regarding the effectiveness of such
projects, with the results as shown in Table 3.Table 1
Characteristics of Turkish teacher educators
 From 54 public universities
 Seven geographical regions
1. Marmara (Istanbul area): 18.3% (N ¼ 32)
2. Aegean (Izmir area): 13.6% (N ¼ 23)
3. Mediterranean (Antalya area): 5.3% (N ¼ 9)
4. Southeastern Anatolia (Diyarbakır area): 1.8% (N ¼ 3)
5. Central Anatolia (Ankara-Kayseri area): 36.7% (N ¼ 62)
6. Eastern Anatolia (Van area): 8.9% (N ¼ 15)
7. Black Sea (Samsun-Trabzon area): 15.4% (N ¼ 26)
 Age range: 28–65 (mean ¼ 42.9, SD ¼ 8.53)
 Full professors: 19.4% (N ¼ 33)
 Associate professors: 10.6% (N ¼ 18)
 Assistant professors: 59.4% (N ¼ 101)
 Other positions: 10.6% (N ¼ 18)
 Duration of position title for 6 years or fewer: 61.8%
(N ¼ 105)
 Duration of position title for more than 6 years: 38.2%
(N ¼ 65)
 Employed at same university more than 12 years: 43.5%
(N ¼ 74)
 Employed at same university 6–12 years: 32.4% (N ¼ 55)
 Employed at same university fewer than 6 years: 24.1%
(N ¼ 41)
 Speak at least one foreign language ﬂuently: 53.5% (N ¼ 90).
Of these:
1. English: 75.6% (N ¼ 68)
2. German: 11.1% (N ¼ 10)
3. French: 5.6% (N ¼ 5)
 Speak two or more foreign languages ﬂuently: 7.7% (N ¼ 13)
have improved.
3. Neither valuable nor without value. 30 17.6
4. Somewhat valuable. Some things have
improved.
53 31.2
5. Highly valuable. Many things have
improved.
2 1.2
Total 170 100.0With a large number of the respondents believing
that the projects had either little or no value, the
survey asked why these efforts might not have been
as successful as they should have been. Table 4
shows the responses.
The data in Table 4 demonstrate some cynicism
about educational reform, with nearly three-quar-
ters of the respondents thinking that education in
Turkey is ‘too political’. It is in this environment
that the NEDP/HEC project with its twin
power-coercive/stakeholder-participatory strategy
was placed.
Table 5 shows data regarding the subjective state
of respondent knowledge about reform efforts,
indicating familiarity with developments. It is
followed by Table 6 which shows that most knew
about the NEDP.
Based on the data therefore, respondents con-
sidered themselves well informed about recent
activity in the general area of educational reform
in Turkey, and in particular of the multi-dimen-
sional NEDP. Of the 157 who said that they had
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Which three items would you say contribute most to this situation? (Reasons given to explain why efforts at education reform may not
have been as successful as they could have been.) (N ¼ 170)
N %
1. Turkey has too few resources to devote to serious education reform 45 26.5
2. Educational leaders are not sincere about wanting to reform education 78 45.9
3. Government was unstable, unable to maintain education reform programs 2 1.2
4. There has been too much religious inﬂuence in education 7 4.1
5. Educators in Turkey do not know enough to improve education 46 27.1
6. Education in Turkey is too political 124 72.9
7. There has been too much foreign inﬂuence in Turkish education 24 14.1
8. The World Bank and IMF have too much control over Turkish education 11 6.5
9. Efforts to reform Turkish education have been too limited in scope 49 28.8
10. The Turkish people do not support education 11 6.5
11. Other reasons (respondent identiﬁed) 7 4.1
Table 5
How familiar are you about recent attempts to improve Turkish
teacher education? (M ¼ 1.48, SD ¼ 0.72)
N %
1. Very familiar 107 62.9
2. Somewhat familiar 50 29.4
3. Neither familiar nor unfamiliar 8 4.7
4. Somewhat unfamiliar 5 2.9
5. Very unfamiliar 0 0.0
Total 170 100.0
Table 6
Have you heard of the World Bank-supported National
Education Development Project (NEDP)? (M ¼ 1.08,
SD ¼ 0.267)
N %
1. Yes 157 92.4
2. No 13 7.6
Total 170 100.0
Table 7
In your opinion, did the NEDP meet its overall goals? (M ¼ 1.83,
SD ¼ 0.379)
N %
1. Yes 27 17.2
2. No 130 82.8
Total 157 100.0
Table 8
How successful overall would you say the NEDP was?
(M ¼ 1.83, SD ¼ 0.738)
N %
1. Very successful 0 0.0
2. Somewhat successful 27 17.2
3. Neither successful nor unsuccessful 79 50.3
4. Somewhat unsuccessful 47 29.9
5. Not successful at all 4 2.5
Total 157 100.0
G.M. Grossman et al. / International Journal of Educational Development 27 (2007) 138–150 145heard of the NEDP/HEC, 69.4% reported that they
knew in-service training was part of the project;
96.2% knew that curriculum development was
included; and 87.3% knew that training abroad
was included.
Of these respondents, 44.6% reported that they
themselves had also participated in some way in the
project, conﬁrming the goal of the curriculum
development portion of the NEDP/HEC for
broadly based involvement in the curriculum reform
effort. Thus, the data suggest that the respondents
believed that they knew the project and this wasconﬁrmed in open-ended questioning, in which they
correctly identiﬁed some of its major aims.
Regarding success, the survey asked whether the
project met its goals and the extent to which it was
successful. Tables 7 and 8 report these results.
In an open-ended follow-up question, respon-
dents who regarded the project as successful
reported that it was an important attempt to
improve the educational system; that pre-service
curricula were changed and improved; and that it
had the effect of standardizing teacher preparation
across all universities. However, the clear trend of
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Table 10
The pre-service teacher education curriculum development
portion of the NEDP/HEC produced curriculum books and
other materials, and provided curriculum-speciﬁc equipment to
universities. Have you ever seen any of these materials at your
university? (M ¼ 1.93, SD ¼ 0.636)
N %
1. Yes, I have seen all of these products at my
university
36 24.0
2. Yes, but I have seen only some of them at
my university
89 59.3





Do you use or have you used in the past any of the new teacher
training materials developed by the NEDP/HEC in your
teaching? (M ¼ 2.14, SD ¼ 1.188)
N %
1. Yes, I currently use these materials 56 56.0
2. Yes, I used to use these materials, but no
longer do so
15 15.0
3. No, I have never used these materials 29 29.0
Total 100 100.0
Table 12
Which one of the following statements best reﬂects your position
regarding these new teacher training curriculum materials?
(M ¼ 1.89, SD ¼ 0.522)
N %
1. I have found them to be very useful 14 19.7
2. I have found them to be somewhat useful 51 71.8
3. I have found them to be of little use 6 8.5
4. I have found them to be of no use 0 0.0
Total 71 100.0
G.M. Grossman et al. / International Journal of Educational Development 27 (2007) 138–150146the data suggests that the overwhelming response
was negative. In this regard, respondents reported
that it failed to take cultural/social distinctions into
account; that there was a lack of physical and
technological resources; and that the project did not
take account of the needs of all teacher educators
and universities.
The NEDP took in many aspects of two major
agencies of government, over the eight years of the
whole project: the Ministry of National Education
and the Higher Education Council. The survey
identiﬁed particular dimensions of the NEDP and
examined whether differences existed in relation to
the parts of the project as compared to the response
to the whole. This study is principally concerned
with the pre-service teacher education curriculum,
the NEDP/HEC component. Table 9 displays the
data.
Clearly, the curriculum development portion of
the NEDP/HEC does markedly better than the
project overall (46.8% vs. 17.2%). It exceeds the
performance of the in-service training aspects of
the project which gave 32.9% as ‘Successful’, and is
similar to the Fellowship Training portion with
51.1% ‘Successful’, which was a major part of the
pre-service dimension.
The survey explored the linkages between atti-
tudes towards the curriculum development part of
the NEDP/HEC and awareness of and usage of the
materials. The data are reported in Tables 10–12.
Taken as a whole, the data present something of a
paradox. With regard to the curriculum materials
themselves, they are apparently generally available;
over 80% of the sample acknowledged their
presence, in whole or in part, at their university.
Moreover, they are or have been used by more than
70% of the sample. Further, more than 90% of
these regard them as being ‘somewhat’ to ‘very’
useful. However, more than half of the sample
regards the reform in curriculum development as
‘unsuccessful’.Table 9
With particular regard to the pre-service teacher education
curriculum development portion of the NEDP, would you say
it was successful or unsuccessful? (M ¼ 1.53, SD ¼ 0.502)
N %
1. Successful 36 46.8
2. Unsuccessful 41 53.2
Total 77 100.0This sense of paradox is heightened by examining
the data from the follow-up survey, in which 38
respondents, randomly selected from the 170
represented in the general survey, were probed in
depth about their attitudes through open-ended
items. In an examination of the extent to which any
policy or action represented the ‘most important
reform’ of the past decade, 35 (92%) reported that
there had been one. Of these, more than half
spontaneously self-reported some aspect of the
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ment, fellowship training, accreditation, or men-
tioned the parallel restructuring of education
faculties). What many found valuable as an out-
come of the project was the connection between
theory and practice; the standardization of curricula
across the country; and an improvement in the
quality of the training itself, all very speciﬁc aims of
the NEDP/HEC project. Twenty-six of the 38
(68%) in the follow-up regarded NEDP/HEC as
‘an important reform’, and mentioned that the
project had accomplished many of its aims.
The data show that the project was highly
regarded. But how could it also be considered by
those same people to be ‘unsuccessful’? A closer
examination of the data suggests possible explana-
tions. One may reside in the hypothesis that
respondent attitudes are a function of participation
or awareness of the project. Using Pearson’s
product-moment correlation in a matrix format,
zero-order data are shown in Table 13.
The data in Table 13 show that ‘Participation’,
‘Used’, and the presence of the materials at the
respondent’s university ‘Seen’, have signiﬁcant
relationships to respondent views as to the ‘Success’
of the curriculum development work of the project.
Still, these are quite moderate in magnitude and do
not themselves adequately explain the paradox
identiﬁed. Possibly, inasmuch as there is some
signiﬁcant inter-correlation between variables other
than ‘Success’, the bivariate measure may suppress
the magnitude to which these variables work
together to explain success. Accordingly, those
variables signiﬁcantly linked to success (‘Participa-
tion’, ‘Used’, and ‘Seen’) were included in a multiple
correlation design. On a stepwise regression analysis
of the variables entering the equation, only ‘Parti-Table 13
Zero-order matrices-correlates of ‘Success’
Success Aware Participatio
Success — 0.000 0.280
Aware 0.000 — 0.179
Participation 0.280 0.179 —
Used 0.280 0.079 0.107
Seen 0.344 0.131 0.362
Value 0.101 0.046 0.033
Signiﬁcance at the po0.05 level shown in bold.
Notes:NEDP Curriculum Development Success ¼ Success, Having hear
in NEDP ¼ Participation, Use of curriculum materials ¼ Used, H
materials ¼ Value.cipation’ remained as a signiﬁcant factor, clearly
suggesting that it was replacing the effects of the
others in predicting the differential in ‘Success’.
While worth noting, the data show that the R-value
of .339 indicates that 11.5% of the variance is
explained. Thus, this seems too modest an explana-
tion to this question.
A second possibility is that the willingness of
some in the sample to call the curriculum develop-
ment work of the project ‘Unsuccessful’, despite
strong evidence of its regard elsewhere, represents a
resistance to change. Perhaps change is embraced to
a greater degree by newer members of the Turkish
teacher education community, but viewed as a
threat by senior colleagues? The curriculum devel-
opment work involved the use of new models
adapted from abroad: could training abroad be
considered a factor, as those who had studied
abroad were necessarily exposed to alternative
teacher education models? Survey data provide a
test for this, as shown in Table 14.
While certain levels of correlation emerge be-
tween potential predictor variables, the data in no
way suggest that these predictors are linked with the
variability in ‘Success’. Indeed, no single factor
suggests that resistance to change might be the cause
of differentiation in response.
Of the factors examined thus far, only ‘Participa-
tion’ remains as a potential link with the dependent
variable and it, by itself, is neither sufﬁciently
illuminating nor powerful enough to constitute an
explanation. However, it may lead to a more
thorough analysis of the implementation strategy
undertaken by the Higher Education Council with
regard to the project. As will be recalled, the project
team undertook a dual power-coercive/stakeholder







d of the NEDP Curriculum Development ¼ Aware, Participation
aving seen the materials ¼ Seen, Usefulness of curriculum
ARTICLE IN PRESS
Table 14
Zero-order matrices-experience and ‘Success’
Success Job Tenure Service Abroad Age
Success — 0.032 0.047 0.023 0.151 0.009
Job 0.032 — 0.195 0.303 0.396 0.584
Tenure 0.047 0.195 — 0.380 0.145 0.570
Service 0.023 0.303 0.380 — 0.273 0.450
Abroad 0.151 0.396 0.145 0.273 — 0.249
Age 0.009 0.584 0.570 0.450 0.249 —
Signiﬁcant at the po 0.05 level shown in bold.Notes: NEDP
Curriculum Development Success ¼ Success, Academic Job
Title: Professor-Graduate Assistant ¼ Job, Length of service in
position ¼ Tenure, Years of service in university ¼ Service,
Training abroad ¼ Abroad, Age at last birthday ¼ Age.
Table 15
‘Participation’ in the NEDP and view of education reform efforts
Factors r value
Participation and:
Value of projects to reform education 0.225
Familiarity with recent efforts to improve
education
0.164
Awareness of teacher in-service in NEDP 0.206
Awareness of teacher pre-service in NEDP 0.179
Awareness of training abroad 0.343
Belief that NEDP met its goals 0.338
Belief that NEDP was a success 0.322
Belief that NEDP in-service was a success 0.193
Belief that NEDP pre-service was a success 0.280
Belief that NEDP foreign training was a success 0.367
Having seen NEDP materials 0.362
Having used NEDP materials 0.185
Utility of NEDP materials 0.033
View of quality of NEDP implementation 0.330
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function of the merit of its products than it is
participation in the project itself. Put another way,
mere satisfaction with the outcomes of reform may
matter less in terms of its ultimate acceptance than
does the sense of having had a role in crafting
change.
This perspective would be highly consistent with
the perspective offered years ago by Havelock and
Huberman (1977) and is relevant to the ‘Central
governance vs. local autonomy’ dichotomy offered
more recently by Garm and Karlsen (2004),
although the principal focus of the latter was seen
in the context of broader processes of globalization.
Essentially, the argument proposed here is that
the strategic dualism of the implementation process
created the paradox found in the data between
satisfaction with many of the outcomes of the
NEDP and dissatisfaction with the enterprise as a
‘project’. Indeed, the qualitative data in the follow-
up study points repeatedly to the top-down nature
of decision-making and ‘lack of consultation’ as a
reason why the success of the project was limited; or
the top-down approach is offered as an inappropri-
ate way to execute a project. Despite the fact that
literally thousands of people in the Turkish educa-
tion community were involved in all aspects of
project implementation, this argument seems to
hold. Namely, the reform was imposed from above,
even though the implementation involved many
people.
To the extent that any one person participated,
we might expect attitude differences not only about
the curriculum change, but also other aspects of the
project, perhaps even with regard to more general
issues in educational reform. Moreover, if participa-
tion itself were such a key factor, it should be seento be relatively uncorrelated with other variables,
either those of a more structural nature or those
pertaining to attitudes involving issues other than
the project. The data from the survey can shed some
light on this question. The survey variable ‘Partici-
pation’ was tested against a series of education
reform-related variables. Table 15 shows the data.
While the correlation strength of ‘Participation’
as a predictor is not overwhelming, this is by no
means the most important ﬁnding from the data in
Table 15. Rather, it is the consistency with which
‘Participation’, acting alone, predicts attitude differ-
ences in almost all cases with regard to NEDP
matters, but also relatively improves the prediction
in more general education reform areas. This
ﬁnding about the centrality of participation is
underscored by a related point, one of the logical
extensions of the strategy employed in project
implementation.
It was assumed that those who participated in the
project would have a seeding effect on their home
department and faculty. It was thought that support
for project efforts would be enhanced in the entire
academic unit if some colleagues participated in
project activities. This turns out not to have been
the case. A different item which measured the extent
to which teacher educators knew of colleagues who
participated was compared to the whole list of
attitudes separately given in Table 15. In only two
circumstances of the former (Awareness of training
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Duration of position 0.074
Tenure at university 0.103
Going abroad for training 0.122
Age 0.121
Region of residence 0.105
po.05 in bold.
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r ¼ .208) did the tested relationship reach signiﬁ-
cance. These are exceptions which reinforce the
general observation that it was participation in the
project alone which made an attitude difference in
the Turkish teacher education community.
Finally, the single dimension of participation as a
differentiating factor received its strongest support
by its lack of correlation with any other potential
causal factor. Table 16 illustrates this ﬁnding.
Based on the data, it can be said with some
conﬁdence that the single most important factor in
separating attitude differences toward the Higher
Education Council’s implementation of its NEDP is
the participation of teacher educators in the process.
However, the general fact that participation oc-
curred in project implementation was insufﬁcient by
itself to offset concerns about the top-down nature
of the reform effort in the teacher education
community. Nonetheless, participation had a posi-
tive effect on a person’s view of reform, reducing
the power-coercive aspect especially with regard to
the speciﬁc reform in question. Very importantly,
the evidence points to the mediating effect of a
participatory partnership with the process of
educational reform in general.
7. Summary and conclusion
This paper has considered one important educa-
tional reform which has been perceived as key in
facilitating progress in other developments in the
education sector, namely change in teacher educa-
tion.
Turkey has been generally acknowledged for its
achievements in educational reform over the past
three decades, times in which political instability
plagued its efforts in many areas (World Bank,
2005). In the years since 1982, educational reformhas particularly re-emerged as a major priority for
Turkey’s national attention. The NEDP, initiated
by the Government of Turkey and in effect between
1992 and 1999, was an important part of this
transformation, redeﬁning much of the scope of
Turkish education. Within the project, teacher
training was targeted for change and development
and, by all measures, was successful. Much was
changed in the latter half of the 1990s regarding
teacher education in Turkey and the beneﬁts will
continue to be felt for many years to come. The key
ﬁnding of this paper, namely that teacher educator
participation was important in maintaining and
institutionalizing the changes made by the NEDP, is
worthy of attention. While ‘efﬁciency’ of a project
may be improved by decision-making at the top, the
sustainability of project accomplishments clearly
requires the full participation of those concerned.References
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